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教師教育における省察的実践 (reflective practice; RP)の重要さが議論されるようになって
久しい。Wallace (1991)の「省察的モデル(reflective model）」 では、授業や論文等から得られ
る科学的知識 (received knowledge)とそれぞれの経験から得られる「経験的知識 (experiential 
knowledge)」という相互依存する２種類の知識を基に、各教員あるいは研修生が、実践と省
察の間を往復することで、専門的知識が形成され教員として成長していく過程が示されて
いる。また、Ellis (1990)は、教員養成に焦点を当て、教育実習や模擬授業 (micro teaching/peer 
teaching)などの経験的活動と、授業の録音・録画やそれらを書き起こししたテキスト
(transcript)をデータとして用いて様々な意識高揚 (awareness raising)タスクを行う省察の重
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要性を示している。さらに Richards and Lockhart (1994)は、「経験は教員の成長の起点である
が、経験が生産的な役割を果たすには、そうした経験を体系的に吟味する必要がある」(p. 4)
と述べている。 













前述のように、Walsh and Mann (2015)は、社会的活動としての省察、主に話し言葉を通じ
た省察の必要性を主張している。ここで誤解のないように気を付けなければならないのは、
社会活動としての RP は、書き言葉を通じても可能であるということである。例えば、Cole, 







点を当てたものが挙げられる (Brandt, 2008; Copland, Ma, & Mann, 2009)。例えば、Copland 
(2010)は、イギリスの短期教員養成プログラムにおける授業後のフィードバックセッション
でのインターアクションにおける緊迫状態を報告している。先行研究 (Holland, 2005, as 
cited in Copland, 2010)では、そうした緊張状態は、教員指導者が担う２つの役割（教員の評
価と成長）の両立が難しいことから生じると報告されているが、Copland (2010)の研究では、
教員指導者と実習生がフィードバックに関して異なる認識や期待をしていたことが原因と




































互交流の役割も重要視されている(Ohta, 2001; van Lier, 1996; Swain, 2006; Wells, 1999)。
Littleton and Mercer (2013)は、ヴィゴツキーの理論に基づき、グループやチームが知的活動
を達成するために話をすることを意味する interthinkingの概念を提唱した。また、第二言語
習得において、Swain (2006)が、学習者の認知活動を媒介する道具としての言葉を捉える概
念として languaging を提唱し、その一形態として協働的対話 (collaborative dialogue)を挙げ
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ている。協働的対話とは２名以上の参加者を伴う「知識を構築する対話」であり、参加者
のうちの誰かにとって新しい知識を共同構築するものである (Swain, Kinnear, & Steinman, 












本研究は、英語教育学修士課程の必修科目である Theory and Practice of Second Language 
Learning and Teaching (L2LT) を履修している現職英語教員９名を含む複数事例研究 
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で、授業に臨んだ。この事前会合は、授業者が PAに授業の目的を伝え、自身のティーチン
グに関して特に注意して観察してもらいたいことは何かを伝える機会として用意された 
(Richards & Farrell, 2011)。PA は、この話し合いを基に、観察・フィードバックを行うこと
になっていた。生徒役の履修者は、模擬授業後に配布された用紙で手書きのフィードバッ
クを提供した。また、履修者は、録音された模擬授業を各自聞き、自身の質問の仕方を













録音した模擬授業及び会話は、Duff (2002) 及び Eggins and Slade (1997)に倣って、書き起
こしを行い、その際フィールドノートに記載のあった非言語情報等を加えた。書き起こし
データは、社会文化理論の観点から、談話分析を行った。Littleton and Mercer (2013)の 
interthinkingや Swain and Watanabe (2013)の『協働的対話』(collaborative dialogue)の概念を基
に、理解や知識の共同構築の過程を発話事象内 (speech event)及び複数の発話事象を跨って
分析した（Mercer, 2008）。また、事後ミーティングの主な目的が互いの模擬授業に関してフ
ィードバックするということから、評価表現（Appraisal）にも焦点を当てた。 Eggins and Slade 
(1997)によると、評価表現とは、「確実性、感情的反応、社会的評価、強度を含む様々な側
面で、心的態度の着色」(p. 124)を意味するものである。Eggins and Sladeは、Martin (1994)


















(un / happiness)  
どの程度嬉しく感じたか？ 
安心感 
(in / security) 
どの程度安心したか？ 
満足感 






























(Eggins & Slade, 1997に基づく) 
この分類に基づき、華子と智の事後ミーティングで使用された評価表現を分析した。
Eggins and Slade は、評価表現の分析には、対象となる表現の周りで使用されている言葉 
(co-text)を吟味する必要があると述べている。このため、本稿でもコンテクストを重視し、
参加者が使用している評価表現を抜粋の中で□（囲み線）で囲んで解説することとする。 
本研究の信憑性 (trustworthiness, Lincoln & Guba, 1985)を高めるため、インタビューの際、
書き起こしを見せながら研究者の解釈を提示し、参加者に意見を求めた。さらに、メンバ




















1 Sato: If you have specific points,  
2 Kako: hh (0.8) hh (0.9) 
3 Sato: so [if you have  
4 Kako: [eye contact,  
5 Sato: eye contact - okay. 
6 Kako: Well to be honest, usually, my class, - conducted all in Japanese.= 
7 Sato: =SO do I. hahaha So [(is x) yeah. 
8 Kako:  [だから: - I (2.0) I’m not sure I can - do the class and use English [(x) all.  
9 Sato:  [mm-hmm (0.6) uh-huh.=  
10 Kako:  =I have to use English right? This time. = 
11 Sato: =Yeah yeah yeah [yeah.  
12 Kako: [でしょ？= 
13 Sato: =Yeah. 
14 Kako: So I get panicked maybe. 
15 Sato: [ahahaha 

































1 Kako:  okay - closureって何？= 
2 Sato: =Closure. So for example, how how you finish your class.   
3 Kako: mmm ex-= 
4 Sato: =“oh time comes”= 
5 Kako: =Yep  
6 Sato:  [“sorry” 
7 Kako: [“(it’s xx) bell rings (x) oh” 
8 Sato: That’s - that’s not - beautiful closure [you know.  
9 Kako: [ahaha[haha  
10 Sato: [hahaha 
11 Kako: （（笑いながら高めのトーンで））That’s what I do.  
12 Sato: mhm? 
13 Kako: （（高めのトーンで））That’s what I always do.  
14 Sato:  Yeah yeah - I am- so do I. ahahahaha - So for example, you should review the  
  lesson, or= 
15 Kako:  =ahaha  
16 Sato: yeah - having students reflect on their learning, in the classroom, that that they 
 can reflect on (the)- 
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抜粋３は、closureと同様配布資料に着眼点として挙げられていた action zone とは何かと




行目で、智が担当教員に向かって、質問がある旨を伝え、action zone の意味を尋ねている。 
 
抜粋３ 
1 Kako: And action zone, “interactional space the teacher use,” what does that mean? 
2 Sato: What? 
3 Kako: Action zone. “inte-= 
4 Sato: =“interactional space the teacher uses”=  
5 Kako: =What does that mean? Action zone - “interactional space the teacher uses. 
6 Sato:  Uh so for example, (0.6) student student, or teacher student, just teacher talks or 
 something  
7 Kako: AH:: 
8 Sato:  – might be – probably ((to the instructor)) umm sensei – may I ask you one  
  quick question. What do you mean by action zone. 
9 Inst: action zone,= 
10 Sato: =so for example teacher students or student student or something like that? 
11 Inst: uh - here I mean teachers’ zone. Okay - teacher action zone – meaning – uh: if 
 you have thirty students, and if you’re focusing on five students only – your 
 action zone is limited.  
12 Sato: [AH:: 
13 Inst: [So we want to – try to involve as many students as possible, you know. 




しています。３０人のクラスで５人だけに集中していたら、その教師の action zone は限ら
れてしまっています」という主旨の回答を行っている。この説明を聞いて、智は１２行目






















1 Sato: And also Kako’s case – this is a kind of - very - good example - students were=  
2 Kako:  =Ah ahahaha [oh (x) – really? 
3 Sato: [Yeah it was clear so - probably in – in your- you know, clear enough – that- that 
  was - completely okay.  
4 Kako:  Oh really!= 
5 Sato: =yeah because yeah – the example was really clear and also (x) example of your 
  mother’s name 
6 Kako:  ah [そうなの! 
7 Sato: [yeah that really helped [them yeah 
8 Kako:  [that’s (x) hh 
9 Sato: Students said “Hmm!” とか [“Ah::!” 
10 Kako: [うんうんうん 
11 Sato: so their reaction was really was nice.= 
12 Kako: =うんうん （（ノートを取る）） 
(1.8) 
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13 Sato: (Yeah) that that’s that (0.7) that means - your: - your example was really  
  effective. =  


















1 Sato: And (1.3) h (0.6) hmm (2.1) pair group,= 
2 Kako: =うん 
3 Sato:  =So - from pair work, to group work 
4 Kako: うん 
5 Sato:  That was also effective too. Probably – it’s:: (0.8) uh so so- probably after  
  this work - probably you will nominate some stu-  
6 Kako:   うん [yeah  
7 Sato: [(x) give your students to  
8 Kako: answer  
9 Sato: yeah yeah so probably this will e- decrease students’ na:: anxiety, 
10 Kako: yeah yeah yeah [yeah 
11 Sato: [about their:  
12 Kako: yeah 
13 Sato: yeah answers so [that they can be more confident,  
14 Kako: [yeah yeah yeah yeah yeah うん 
15 Sato: confident yeah [uh 
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16 Kako: [yeah not only like my mistake  
17 Sato: yeah yeah yeah yeah it’s 「俺のせいじゃねえし」 [or something yeah? 
18 Kako: （（笑いながら））[そうそうそう「みんなで話したし」みたいな= 
19 Sato: =そうそうそう ha[haha 
20 Kako: [そうそう 
21 Sato: so- that really helped I think that’s really effective= 










1 Sato: And also I was observing your - you know, (K: mmm) what was what was  
 THAT? （（後ろを振り返って担当教員に向かって）） ACT- ACTION AREA 
 (0.8) was it action area? 
2 Inst: （（智と華子に向かって歩きながら）） Action zone.  
3 Sato: Yeah action zone. （（華子に向かって）） I was observing your action zone. 
  (K: mmm) And I found [that  
4 Kako: [mmm 
5 Sato:  ((drawing a picture)) this is the whiteboard (K: mmm) and this is the desk  
  (K: mmm) so your action zone is limited mainly - mainly limited to this area. 
6 Kako: AH::  
7 Sato: Yeah this blue zone is actually pair work, (A: mmm) so - you were (0.5) back 
 and forth, (K: mmm) around the area, (1.6) and you talked to (0.6) this pair,= 
8 Kako: =うんうん[うんうん 
9 Sato: [yeah Chika-san’s pair (K: うんふんふん) mainly. S- so but (0.9) I I I I’m I was 
 not sure (0.8) so - about these pair I mean (K: うんうんうん) Andrew’s pair 
 (K: うんうんうん) and one more pair, (K: うんうんうん) so your action zone 
 was limited to [this area.  
10 Kako: [Okay. = 
11 Sato: =mmm 
12 Kako: So my action zone was actually narrow and then - 多分 -  
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13 Sato:  [kind of 
14 Kako: [some students - feel - I – don’t treat them equally ね, = 
15 Sato:  =mmm [hmm hmm hmm hmm hmm 
16 Kako: [sometimes so - I have to be careful, 
17 Sato: Ah yeah yeah - probably. で And also – your eye contact (A: @) area of your 
 eye contact was also limited to this (A: @) area and when you’re explaining 
 you’re seeing you are looking at – （（絵を書く））around these area. (K: うん) 
 That is - students are [(not there) 
18 Kako: [うんうんうんうん 
19 Sato: so probably you’re looking at the::: floor, or desk or something. Yeah that’s  
  vacant. = 
20 Kako: =うん - うん - うん - so eye  
21 Sato: yeah eye [contact - 
22  Kako: [contact ね 
23 Sato: yeah= 
24  Kako:  =うんうん 
25 Sato:  うん So probably yeah you can look at Andrew’s part, I mean the back of this 
  classroom, and also: Tamotsu-san’s group, probably.  






















 session, I thought I knew my weak points, however, my peer advisor Satoshi 
 gave me some feedback which I had never thought about before. For example, the concept 
 of action zone was very new to me. My zone was quite narrow and I talked to the same 
 students quite a lot. After getting some feedback from him, I noticed that I have my own 













表現で強化して伝え、指示が早いというやや否定的な内容は kind ofや little bitという軽減
表現を追加して伝えている。８行目で、「（教師役のクラスメートの）ほとんどが、急いで






1 Kako: You can tell me - 
2 Sato: mm::= 
3 Kako: =if there’s anything to improve.  
4 Sato: So instruction’s really clear enough, but kin- kind of little bit quick. So for  
  example, you can ask- you can - probably ask do you have any questions  
  so far? = 
5 Kako: =AH::  
6 Sato: yeah  
7 Kako: I don’t say that.= 
8 Sato: =I think the - yeah yeah I think most of them didn’t - because - probably they’re 
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  - they were feeling a little bit hurry, yeah.  
9 Kako: mmm especially like today, = 
10 Sato: =yeah YEAH YEAH YEAH - it’s kind of カツカツな (タイム),= 
11 Kako =So MMM::  
10 Sato: yeah= 
12 Kako: that’s okay.  





















17 Sato: And - what else. えっと質問ありますかと, or probably you could have- you 
 could have repeated instructions many times – at least twice.  
18 Kako: うんと（（ささやいて）） could have （（ノートを取る）） 
19 Sato: repeated  
20 Kako:  （（ノートを取りながら））うん (0.9) instruction?= 
21 Sato:  =Yeah instructions twice at least (1.2) if if time allows of course.  
22 Kako: うん（（ノートを取る）） 
23 Sato: Yeah. So for example, like -（（咳払いをする）） “okay,” so (x) the first one is 
  a little bit long one, (K: うん) the second one is really short one. “Okay first  
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  talk about 何何何何何何 and then 何何何何（（指をはじく）） go” or  
  something. Yeah probably summarizing is very important.=  
24 Kako: = Ah - so first of all, when I instruct something, to- [(x) 
25  Sato: [yeah it is a kind of long=  
26 Kako: =long= 
27 Sato: =long yeah longer one 
28 Kako: longer one, and the second time, just- 
29 Sato: just word [word level,  
30 Kako:  [word word wor- 
31 Sato:  yeah it’s not sentence.  
32 Kako: “Read the sentence, answer the questions, da dada.” 
33 Sato: That’s (a little) quick. 
34 Kako: あそっかそっか. （（ノートを取る）） 
35 Sato: because you know – in - in school settings, some students cannot follow us. hh 
  yeah because they might be really:: miss - they might miss some words, or slow 
  learners – yeah there are some slow learners right?  
36 Kako: うん 
37 Sato: So probably yeah (0.5) to- in coping with their:: difficulty, probably  (0.7) what 
 we can do is just (0.9) repeating. ahahaha 
38 Kako: okay. そうだよね make sureね 
39 Sato:  ん because I am – I am that kind of student haha I used to be 
40 Kako:  え::! 
41 Sato: I used to be that kind of student. 
42 Kako: まった:: - o:kay 
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抜粋１０ 
During the group work, my group members, A & B, helped me a lot. We shared what we 
got while reading sentences. However, we all were not familiar with the content, 
sometimes we had to stop reading it. Luckily, Satoshi was in our group and he had already 
studied about the field, so he gave us good examples and simplified some difficult terms 
in the paper, which helped us a lot for the group presentation…This group work helped 
me understand the concept of the zone of proximal development (ZPD). ZPD is a concept 
by Vygotsky. He believed that children could learn and develop their learning with 
assistant of an “expert” and “appropriate mediating artifacts”…In my case, Satoshi was 
“expert” and his help made me understand the contents of the Ellis paper clearly.   
 








































ィカッションで action zone について取り上げ、アイコンタクトと関連付けてフィードバッ
クを行っていた。ここで重要点が３点挙げられる。一つは、智は action zone やアイコンタ
クトに関する否定的なフィードバックをするだけでなく、絵を描くことで共通理解を図っ
たり、クラスメートの位置に言及し具体的な改善案を示していたりしたことである。また、















う主張 (Chang & Haugh, 2011)と合致するものである。 
本研究は、協働を伴う省察的実践の可能性を探求する目的で一組のペアのディスカッシ
ョンを分析し、二人が模擬授業に関して意見を交換し理解を構築している様子を報告した。
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Abstract 
Reflection practice involving peer interaction 
A case of in-service teachers of English 
Emi Kobayashi & Masaki Kobayashi 
It is now widely accepted that reflective practice (RP), which involves a recursive cycle 
of moving back and forth between action and reflection, is an essential element of 
teacher development (Wallace, 1991). However, as Walsh and Mann (2015) pointed out, 
RP has been conceptualized mainly as “an individual process that does not attach 
collaboration” (p. 353). The qualitative case study reported in this paper explored the 
role of peer interaction in in-service teachers’ reflection on their teaching practice from 
a Vygotskian sociocultural perspective. Two Japanese teachers of English were 
audio-recorded as they conducted and talked about their microlessons during their pre- 
and post-lesson discussions in a graduate seminar on L2 learning and teaching. This 
discourse was transcribed and analyzed line by line to identify instances of knowledge 
building. Also, the discourse of their post-lesson discussion was analyzed to identity 
instances of appraisals (Eggins & Slade, 1997). The analysis showed that the 
participants willingly shared their observations and ideas, thus creating meaningful 
opportunities for themselves to engage in joint reflection. The analysis also suggested 
that the peer advisor successfully delivered his feedback, both positive and negative, 
using a variety of appraisal resources. Implications for reflective practice in L2 teacher 
education as well as for future research in this area are provided. 
 
